Navigating the first several years of an academic career is challenging for most {if not all) new college and university professors (Boicc 1992; Taylor and Martin 1987) . Among other things, new assistant marketing professors must physically relocate themselves, assume a role with which they have no prior firsthand experience, and meet initial job performance expectations in regard to the four major faculty activity areas identified by Boya, Robicheaux, and Dotson (1992) : (1) teaching; (2) research; (3) service; and (4) external compensation. During what might figuratively be termed the beginning, or introductory, stage of the faculty career life cycle, assistant professors often seek the support of their new, especially senior, colleagues. Unfortunately, recent research indicates that junior faculty may not be getting the encouragement and guidance they need during this important transitional period (Fink 1990) . As Roach, Johnston, and Hair (1994) note when discussing results of a study of marketing academicians and doctoral students concerning the current state of marketing education:
For faculty, the key issue is one of support-or rather, the lack thereof for new assistant professors. Although senior faculty believe they are assisting new colleagues, this is not being felt by assistant professors. Consistent with the views of the assistant professors, department chairpersons report a lack of support for young faculty by senior faculty members, (p. 8) JEFFREY S. CONANT is an Associate Professor of Marketing in the Lowry Mays College & Graduate School of Business at Texas A&M University.
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Although Statistics are not available on the number of assistant professors who move on to new institutions and/or leave academe completely (both voluntarily and involuntarily) prior to going through the promotion and tenure process, clearly many new assistant marketing professors, including those who are promoted and tenured, find the first several years of their careers to be difficult and taxing. So many perhaps that the AMA Task Force on the Development of Marketing Thought (1988) considered this issue when discussing the career cycles of marketing academicians and used the term "bombs" to describe people who (often with great frustration and anger) stop conducting research and drop out of the knowledge development process shortly after becoming full-fledged faculty members. The task force also discussed the marketing discipline's comparatively large number of "burnouts," academicians who after having been productive scholars early in their careers lose interest (for a wide variety of reasons) in research and publication. Fven if the number of bombs and burnouts is considerably lower than the task force report implies, people still suffer and the marketing discipline loses when assistant professors find their experience as junior faculty members disillusioning and disappointing.
Marketing academicians of all professorial ranks will agree that the expectations for and demands placed on new assistant professors have always been high. In fact, the fundamental tasks required of assistant marketing professors today mirror those of ten, twenty, and thirty years ago: new course offerings must be prepared; teaching skills developed and continuously improved; studies planned and data collected; manuscripts written, revised, and published; students advised and counseled; theses and dissertations supervised; and myriad Marketing Education Review, Volume 8, Number 1 (Spring 1998). service duties fulfilled. These responsibilities, however, are exacerbated today (and will be well into the early twenty-first century) by funding constraints that have led in some cases to down-sized faculties and larger classes, an explosive body of knowledge that makes it increasingly difficult for academicians to maintain "cutting-edge currency," technological changes in the way education is delivered (e.g., distance learning using the intemet), and, perhaps most importantly, heightened institutional expectations in regard to teaching and research (Ferrell 1995; Hair 1995; Mason 1995) . Addressing this last point when considering challenges for graduate marketing education in the twenty-first century. Woodruff and Cravens (1990) observed:
The turbulence in the educational environment is causing administrators and faculty to continue to experience conflicts concerning time allocations, teaching loads, and evaluation processes. The national trend appears to be toward less time allocated to teaching, although this varies considerably among universities. However, there will be increasing demand for higher quality teaching resulting in bettor trained graduates. At the same time, faculty and graduate students will be expected to step up the amount of research aimed at helping organizations deal with the many competitiveness issues, (p.36) Civen these ever-rising job performance standards and the dynamic environment within which assistant marketing professors in the late 199()s are beginning their careers, it is unfortunate, and indeed somewhat surprising, that the introductory stage of the faculty career life cycle has not been studied more fully. While attention has recently begun to be directed toward the related topic of how doctoral students in the marketing discipline can get the most out of their Ph.D. programs (Alpert and Pemer 1996; Butler, Laumcr, and Moore 1994; Smart and Conant 1990) , little research is found in the marketing literature concerning how the doctoral student to faculty member transition can be effectively navigated.
The purpose of this manuscript is to add to our understanding of what it takes to be successful during the often-times defining first three years of a professorial career. Reporting results of a survey conducted with marketing academicians, who at the time of the study were in the introductory stage of the faculty career life cycle, this manuscript begins with a brief review of the professional development literature in marketing that focuses on issues most directly relevant to new assistant professors. Primary research questions are then posed, followed by a description of the study's methodology. After a presentation and discussion of the results, limitations of the study are identified and directions for future research are highlighted.
Literature Review
Discussion and study of professional development issues germane to marketing professors has become increasingly popular in recent years. Faculty consortia that provide continuing education opportunities on a variety of subjects, for example, are now regularly offered each summer by both of the leading international marketing educators' organizations (Academy of Marketing Science, American Marketing Association). In addition, an examination of both national and regional conference schedules indicates a growing number of the special sessions being offered at these meetings relate to the professional development needs of marketing scholars (e.g., publishing tipsand suggestions, teaching abroad benefits, instructional technology trends). Finally, more and more marketing educators are dedicating themselves to writing about career development issues. Many broad-based outlets, including the journal of Business Research (e.g., Robicheaux and Boya 1989), lournal of Marketing (e.g., Varadarajan 1996; Webster 1988) , and the Journal of the Academy of Marketing Science (e.g., Malhotra 1996; Mason, Bearden, and Richardson 1990; Sherrell, Hair, and Griffin 1989) , as well as more specialized publications such as the journal of Marketing Education (e.g., Chonko and Caballero 1991; Lusch 1982) and the Marketing Education Review (e.g., Ferrell 1990 Ferrell , 1995 Hair 1990 Hair , 1995 Mason 1990 Mason , 1995 periodically contain articles that have meaningful implications for the professional growth and development of marketing academicians.
While a scholar's professional development never ends, it clearly begins in earnest during one's doctoral program. Doctoral students, through apprenticeshiplikc experiences, learn how to teach and conduct research by engaging in these activities under the watchful supervision of their faculty advisors (Ashford 1996) . For a variety of reasons, including perhaps the tight academic job market and rising expectations for new assistant professors, professional development issues associated with the pursuit of a doctoral degree in marketing are increasingly the focus of discussion, debate, and study. A variety of topics and issues have been examined in this regard, as the three representative articles reviewed below illustrate. Smart and Conant (1990) surveyed marketing doctoral program advisors and asked them to identify the differentiating characteristics of their most successful dissertation-stage candidates. The responding advisors spring 1998 also provided suggestions on dissertation topic identification, chairperson selection, committee management and coordination, and proposal development. Their study found successful dissertation-stage doctoral students have perseverance, study a topic in which they have a genuine interest, work with a chairperson who possesses two key attributes (expertise and experience), maintain open lines of communication with all members of the dissertation committee, and prepare conceptually strong dissertation proposals.
In an article that highlights the significant contributions doctoral students make through the fulfillment of their teaching responsibilities, Butler, Laumer, and Moore (1994) report on results of a study in which they content analyzed the instructional preparation programs 42 business schools offer their doctoral students. While they found that most of the responding business schools are offering their doctoral students instruction in pedagogy, approximately one-fourth of the institutions had no instructional program for graduate students. When programs were in place, some of the more frequently covered topics included providing information on teaching assistant responsibilities in/out of the classroom, syllabus construction, helpful hints for the first day, and university/college grading policy.
Acknowledging that little published advice exists for doctoral students concerning what pursuing a Ph.D. is really like, Alpert and Pemer (1996) offer suggestions about the political and strategic aspects of doctoral study. They identify five key issues and four essential tasks that if better understood and appreciated may help doctoral students in marketing make more informed decisions and get the most out of their programs. The authors' five transcendent issues are: (1) self-reliance-you are responsible for your own education; (2) focus and specialization-find special interests as soon as possible; (3) coming to terms with the nature of the doctoral process-the best response to inefficiencies and shortcomings is to move ahead and focus on your coursework and research; (4) getting through and publishing-finish your dissertation before leaving and make it a priority to get published as a doctoral student; and (5) organization-establish a filing system early and use it regularly. TTieir four essential tasks include: (1) specializing and planning a dissertation; (2) preparing for and passing the quali fying exam; (3) completing your dissertation; and (4) securing a tenuretrack faculty p)osition.
As Alpert and Perner's (1996) final essential task of securing a tenure-track position is successfully accomplished, the transition from doctoral student to faculty member formally begins. This transition is often difficult, and in spite of the navigational problems many new assistant professors are known to encounter during their first three years (especially if one's dissertation has not been completed prior to the time when it becomes necessary to physically relocate) little guidance exists in the marketing literature conceming how to effectively manage this critically important time period.
New assistant professors may find the set of guidelines for recent doctorates in marketing developed by Lusch (1982) an excellent starting point for practical and useful advice. In addition to reminding new scholars that they, and they alone, are responsible for creating their careers in academia, three characteristics associated with career success are highlighted: (1) you must have a sincere interest in being a marketing professor; (2) you must continue to renew your knowledge; and (3) you must have the ability to complete projects and assignments in a timely manner. Specific, action-oriented suggestions for the recent doctorate in marketing arealso shared, organized within the categories of teaching (e.g., teach courses that focus on subjects you conduct research in, regularly update 15-20% of your lecture notes), research (e.g., reserve solid blocks of time for writing, establish a research program), and service (e.g., give the highest priority to departmental service, Iearn how to say no).
Faculty in the introduction stage may also find broadbased insights in Boya, Robicheaux, and Dotson's (1992) work on the allocation of effort by marketing faculty among teaching, research, service, and consulting. In terms of the two major activity areas, their results indicate assistant professors allcKate 44.0% of their effort to teaching and 37.3% to research (difference=6.7%). This same comparison is more pronounced among associate (43.3% teaching effort, 31.5% research effort, difference=l 1.8%) and full professors (40.5% teaching effort, 28.1% research effort, difference=12.4%).
In a related study, Ganesh and Tripathy (1996) examine the relative emphasis given to teaching, research, and service during marketing faculty performance evaluations. Among their major findings are the following: (1) research productivity is perceived to be the single most important factor when it comes to promotion, tenure, and merit pay evaluations, especially at doctoral degree granting institutions; (2) the commitment of resources to research by an institution increases the emphasis placed on research in performance evaluations; and (3) a general perception exists, both in schools with and without doctoral programs, that research is overemphasized and teaching underemphasized in marketing faculty evaluations.
In summary, issues of concern to new assistant professors are slowly being identified and discussed in the marketing discipline's evolving professional development literature. The research focusing on doctoral education is clearly a valuable component of this initiative as the foundations upon which new assistant professors build their careers are constructed during this formative period. Doctoral programs, however, are not designed to prepare Ph.D. candidates for every hurdle they will face as introductory-stage faculty. Thus, the challenges and demands associated with being a new assistant marketing professor also merit study. Recognizing that a bridge exists between the experiences of doctoral study and that of being a new faculty member, the study presented here was undertaken with a focus on the following three research questions:
1. Do new assistant marketing professors believe their doctoral programs prepared them well for the challenges associated with: (a) conducting scholarly research; and (b) teaching? 2. How do new assistant marketing professors recommend that the preparation doctoral students receive be improved in relation to both research and teaching? 3. What actions do new assistant marketing professors rep>ort others have taken to help them better navigate the introduction stage of the faculty career life cycle?
Methodology
The study reported here is cross-sectional. Perceptual assessments of issues associated with the doctoral student to faculty member transition, as well as suggestions concerning how this transition can be managed more effectively, were collected from new assistant marketing professors using a mail survey.
Sample and Survey Procedures
Using The 1995 American Marketing Association (AMA) Yellow Pages and International Membership Directory, a random sample of 361 U.S. schools was generated. For budgetary reasons, only U.S. institutions of higher education were included in the sampling frame. Schools comprising the sample were located throughout the United States and the 361 institutions randomly selected represent approximately one-half of the U.S. colleges and universities listed in the AMA directory.
Because up-to-date address information on new assistant professors is difficult to secure (e.g., some faculty don't belong to professional associations, membership directories printed annually may not reflect recent career moves), it was necessary to establish a two-step procedure for reaching introductory-stage marketing faculty. First, marketing department heads in the 361 schools comprising the sample were mailed a cover letter and two self-contained survey packets. The cover letter introduced the study and asked each department head to distribute the survey packets to their new assistant marketing professors. Due to our interest on the critically important early months and years of the introduction stage of the faculty career life cycle, the cover letter defined "new" assistant professors as those individuals who have completed (or are in the process of completing) their doctorate within the last three years. If no new assistant marketing professors were in residence, department heads were asked to check an item reflecting that fact at the bottom of the cover letter and return it using one of the business-reply envelopes attached to the survey packets.
Each of the two survey packets distributed by the department heads contained a two-page questionnaire (printed on the front and back of one legal-sized sheet of paper) and return envelope. Because it was important for the questionnaire both to appear manageable and make a positive first impression, the top-half of the first page of the survey contained a cover letter signed by the researchers. The cover letter explained the purpose of the study and indicated that the faculty member had been identified by her/his department head as someone who had recently completed, or is in the process of completing, their doctorate. To encourage participation in the study, the cover letter contained an appeal to help add to the body of knowledge concerning the introduction stage of the faculty career life cycle. In addition, prospective respondents were given a response deadline and provided with self-addressed, postage-paid envelopes to encourage timely return of the surveys. Civen the assistance needed from department heads in distributing the surveys, coupled with the inability to target new assistant marketing professors directly, no follow-up mailings were employed.
Survey Instrument
The survey itself contained three parts. Part one included two questions, each of which was measured on 7-point scales that ranged from "l=poor" to "7=excel-lent." The first question asked, "In general, how would you evaluate the preparation you received in your doctoral program as it relates to the challenges associated with research and publication?" Question two was similar with the exception that teaching replaced research and spring 1998 publication. Immediately following each of these first two questions, respondents were asked to explain their evaluation considering their doctoral program's strengths and weaknesses.
Part tv^'o of the survey was comprised of five openended questions. The first two questions asked, "Drawing on your prior experiences as a graduate student, and given what you've learned since becoming a faculty member, how would you specifically recommend the preparation doctoral students receive be improved in relation to: (a) research and publication; and (b) teaching?
" The third open-ended question was broader and asked, "If you could share any piece of career advice with a marketing doctoral student today, what would that be?" Question four asked respondents about the actions faculty (at their present school, the institution where they received their doctorate, or perhaps another college or university) have taken to help them more effectively manage the transition from graduate student to faculty member. The fifth and final openended question asked whether there was anything else they would like to express concerning how new faculty members can be better prepared for the challenges associated with beginning their careers that had not already been covered.
Part three of the questionnaire focused on demographics. In this short section, questions were asked about the respondent, characteristics of the respondent's doctoral degree-granting institution, and the college/university where s/he was presently employed. All of the survey materials were pretested on a small convenience sample of introductory-stage marketing faculty. Pretest participants were encouraged to share suggestions and were specifically asked about the clarity and flow of the survey. Their recommendations were then incorporated into the final version of the questionnaire.
Evaluation of Open-Ended Questions
Respondent answers to the open-^nded questions were evaluated in a three-stage process. First, each response was carefully read by two marketing educators. During phase two, one of the team members read each answer a second time and created preliminary response categories. A very conservative approach was employed at this stage and new resp)onse categories were developed for all answers that were unique and/or distinctive.
Working together in the third stage of the analysis, the team grouped similar answers and consolidated response categories that were closely related. Answers were not grouped together and categories not collapsed if either of the team members felt they should remain separate. The open-ended and often lengthy answers, coupled with the lack, a priori, of established response categories kept the evaluation team from assessing inler-rater reliability in a formal manner. However, extensive discussion of all classification and consolidation decisions helped to produce a consensus resulting in the development of response categories that both maintain the integrity of respondents' answers and provide structure for those who wish to study the findings in a meaningful and efficient manner.
Results

Response Rate Summary and Nonresponse Bias Checks
Completed surveys were received from 83 introductory-stage marketing educators. Because 67 department heads indicated there were no new assistant marketing professors currently in residence at their institutions, coupled with another seven envelopes that were returned as undeliverable, a revised sample size of 287 was established. An analysis of the surveys indicated that questionnaires had been returned from 64 different institutions. The number of schools from which two surveys were received totaled 11, while another eight respondents did not identify the college/university at which they were employed. If these eight respondents have an institutional colleague who also participated, one survey was received from 22.3% (64 out of 287) of the schools contacted. Assuming these eight respondents are employed at colleges/universities not previously represented, one survey was received from 25.1 % (64+8=72/287) of the institutions contacted. It is likely the response rate is even higher as some department heads may not have returned the cover letter indicating no new assistant marketing professors were in residence. Given the relatively complex mailing strategy, the lack of follow-ups, and the use of department heads to distribute the surveys, the above response rates are both encouraging and compare favorably with other mail surveys of marketing faculty (e.g., Boya, Robicheaux, and Dotson 1992-27.3%; Roach, Johnston, and Hair 1994-15%).
The presence of nonresponse bias inhibits the ability of organizational researchers to generalize their findings from a respondent sample to the population of interest. To test for the presence of nonresponse bias in this study, respondents and nonrespondents were compared along the two dimensions of geographical distribution and department size. Profile data on the total sample were available for these two dimensions, both of which receive pervasive use in professional organization (e.g.. Academy of Marketing Science, American Marketing Association) information systems.
A chi-square independence of classification analysis was conducted to compare respondents and nonrespondents along both dimensions. While no significant difference was found to exist between the two groups on the geographical distribution dimension, a significant difference was found on the department size dimension. Specifically, chi-square results indicate respondents' departments are generally larger in size than nonrespondents' departments. This finding was substantiated when a t-test comparing the two groups found that respondents' marketing departments (mean=5.4 faculty) were significantly larger than nonrespondents' marketing departments (mean=3.2 faculty; p<.()()l). Although the generalizability of results to schools with smaller-sized marketing departments is somewhat limited by this finding, the results are not surprising given that larger marketing departments are more likely to have new assistant professors in residence.
Additional insights into the characteristics of the introductory-stage marketing educators who participated in this study, as well as the schools where they both received their doctorate and are presently employed, were gained by asking demographic questions relating to the length of time spent working on the Ph.D. degree (mean=4 years and 9 months), length of time spent working on the disserlation (moan=2 years and 2 months), number of marketing faculty at tho institution where the doctorate was earned (mean=13.5), number of marketing Ph.D. students at the institution where the degree was received (mean=11.6), and highest degree offered by the institution where the respondent was employed at the time the study was conducted 
Success in Academia: Doctoral Program Preparation
Success as an academic, especially during the introduction stage of the faculty career life cycle, is related in part to the preparation received while a doctoral student. The new assistant marketing professors who participated in this study were asked to evaluate the preparation they had received in their doctoral program as it relates to the challenges associated with both research and teaching on 7-point scales that ranged from "l=poor" to "7=excellent."
In terms of the challenges associated with conducting scholarly research, introductory-stage faculty were generally positive concerning the preparation they had received as doctoral students (mean=5.49). This score generally indicates that new assistant marketing professors feel their doctoral programs prepared them well for the rigors and demands associated with being a researcher. Introductory-stage faculty were not as positive in their evaluation of the preparation they had received white doctoral students for the challenges associated with teaching (mean=4.0). This score, which is at the mid-point of the evaluation scale, is significantly lower than the research preparation score (t-value=5.75; p<.(X)l). Given theseresults, it is clear the new assistant professors participating in this study feel the teaching preparation they received while doctoral students can best be described as "average" and lags behind that for conducting scholarly research.
To better understand respondents' numeric evaluations, each participating introductory-stage faculty member was asked to explain her/his assessments considering the strengths and weaknesses of her/his doctoral program. These open-ended comments were coded using the procedures discussed earlier and provide rich insights. In terms of research, 58 of the 83 respondents (70 percent) discussed strengths associated with the preparation they had received while doctoral students. The distribution of these comments, organized by response category, is presented in Figure 1 .
As this figure shows, the research strengths new faculty associate with doctoral program preparation were consolidated into six categories: (1) mentoring-research guidance, often one-on-one, from trusted and caring faculty members; (2) apprentice philosophydoctoral study that emphasizes learning about research by doing research, both independently and collaboratively; (3) research culture-a strong research orientation characterizing most, if not all, course offerings and doctoral program activities; (4) coursework/ training^-breadth, depth, currency, and interdisciplinary nature of classes/seminars; (5) scholarly socialization-advice on how to craft manuscripts, as well as the politics of publishing; and (6) resources-financial support to further doctoral students' research agendas. Doctoral study is an intensely personal endeavor and the respKinse categories collectively highlight the important role individual faculty actions play in preparing students to be successful researchers. As one respondent commented, "\ made a concerted effort to seek out faculty to Iearn from-it was on an individual basis that I learned about these challenges."
The introductory-stage faculty who participated also provided insight into the limitations associated with the research preparation they received as doctoral students. Tlie distribution of comments, organized by re- 
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sponse category, is presented in Figure 2 . The greatest proportion of respondents identified weaknesses in research preparation that relate to: (1) inadequate coursework/training; (2) faculty relationship problems; and (3) the lack of scholarly socialization. Other, less frequently mentioned research preparation weaknesses addressed the limited coauthorship opportunities available, shortcomings associated with faculty mentoring, resource constraints, and doctoral program reputation concerns.
The perceived coursework limitations focused primarily on gaps in the coverage given to new and emerging analytical techniques. Those who commented about faculty relationship problems discussed the hardships created for doctoral studentsby professors who did not get along with one another, personality differences, and faculty apathy. As one new professor observed, "I was kept away from relevant faculty who could help me based on departmental jxiiitics." Respondents who discussed scholarly stxrialization issues talked primarily about the inadequate attention given to issues associated with developing and revising academic manuscripts, managing research programs, and the perceived political aspects of publishing.
New marketing faculty also evaluated the teaching preparation they had received and insights into their assessments were gained by similarly asking them to explain their numeric ratings. Interestingly, and in contrast to the explanations concerning research preparation, both the most commonly mentioned strength and weakness associated with doctoral program teaching preparation were often linked together in respondents' answers. As the distributions in Figures 3 and 4 show, simply being given the opportunity to teach as a doctoral student is the overwhelming preparation strength while inadequate teacher training is the most frequently identified preparation weakness. The following comment shows how these issues were woven together by some respondents, "1 had good preparation in that 1 had opportunities to teach classes during my Ph.D. program. However, there was no formal teacher preparation program on how to teach. That would have been nice, and should be a part of the Ph.D. program."
As a closer examination of Figure 3 indicates, the availability of workshop training, support networks comprised of individuals willing to provide advice, and the presence of a departmental culture that values teaching were also identified as teaching preparation strengths by some respondents. Evaluating the distribution of answers in Figures 3 and 4 collectively, however, clearly indicates that most doctoral students in marketing are being asked to teach without the benefit of sufficient training. As one new faculty member said, "Doctoral students are thrust into teaching in a sink-orswim attitude."
While allowing doctoral students to be thrown into the classroom without the benefit of proper training is certainly a cause for concern, a closer examination of Figure 4 highlights other findings that are equally troublesome. Specifically, one-third of those who discussed limitations associated with their instructional preparation indicated that faculty support for teaching was poor. Commenting on this, one introductory-stage professor observed, "We were socialized that teaching interferes with research." Another new faculty member stated, "There was no interest and desire within the department to prepare us for the classroom." In addition, approximately one out of seven respondents (16 percent) stated they were given either limited or no opportunities to teach while doctoral students. A small number of new faculty members also discussed teaching preparation weaknesses that stemmed from the lack of constructive feedback and resource constraints.
Doctoral Progratn Preparation: Research Improvement Suggestions
Drawing on their prior experiences as graduate students, and considering what they have learned since becoming faculty members, participating assistant professors were asked how they would specifically recommend the research preparation doctoral students receive be improved. A complete summary of the answers, organized by response category, is presented in Figure 5 . Introductory-stage marketing educators suggest doctoral programs, as well as the faculty that work within them, improve doctoral students' research preparation by: (1) undertaking efforts to foster a greater number of publication opportunities; (2) formalizing the doctoral student-faculty member mentoring process; (3) providing guidance on how the publication process works; (4) updating/improving coursework; (5) better encouraging and providing the resources for doctoral students to attend conferences; and (6) offering advice on how to effectively manage a program of research.
Just under one-half of the respondents (46 percent) suggest that greater effort be put into fostering publication opportunities for doctoral students. Some comments, such as the following, were quite specific, "Make it a requirement that every doctoral student participate in preparing and submitting a manuscript for publication consideration. Perhaps even make this worth 3 hours in a program." On the topic of mentoring, something one-third of the respondents discussed, one new assistant professor wrote, "Hook each first year doctoral student up with a senior faculty member. Do not wait for the student to do that. Make an explicit, formal connection immediately. Monitor that connection and change mentoring relationships once the student's research interests are more developed."
Doctoral Program Preparation: Teaching Improvement Suggestions
Participating introductory-stage faculty were also asked to provide specific recommendations for improving the preparation doctoral students receive for the challenges associated with teaching. The distribution of answers across the six response categories is presented in Figure 6 . Given the preparation limitations discussed earlier, it is not surprising that a large majority of the respondents (67 percent) suggest that formal teacher training programs be offered to doctoral students. Many new faculty members specifically called for the development of seminars and/or courses that would expose doctoral students to the fundamentals of college teaching. As one respondent said, "Offer at least one semester-long class on teaching, taught by someone who knows both teaching and business. This should be a challenging course ... and it should be required." Some of the suggestions, such as the following, were quite direct, "Require the training of teaching just like we require the training of research." Another new faculty member got right to the point and stated, "More/ some/any education classes!" Assistant professors new-to-the-discipline also suggest the teaching preparation doctoral students receive be improved by: (1) providing sufficient teaching opportunities; (2) assigning faculty to serve as teaching mentors; (3) ensuring candidates arc given constructive feedback on their strengths and weaknesses; (4) creating opportunities for recognized teachers to be observed; and (5) establishing departmental cultures that value teaching.
Approximately one-third of the respondents recommend doctoral students be required, or at a minimum given the opportunity, to teach at least once during their programs of study. Somewhat surprisingly, a number of new faculty talked about the benefits of allowing doctoral students to teach several different classes. As one respondent stated, "Let them teach more than one course during their Ph.D. program. It really helped me to have three preps under my belt when I went on interviews and into my first year." A more cautious position is expressed by the assistant professt)r who said, "Limit the number of preps, limit the number of hours, and do not start them in the classroom until after the first year." This issue is clearly very important, nol to mention controversial, and decisions about when, what, and how often doctoral students teach must be made using good judgement, a balanced perspective, and considering the individual needs of the student.
Doctoral Program Preparation: General Career Advice
Given the perspective that comes with having recently completed a doctoral degree, it seemed appropriate to ask new faculty members the following broad-based question, "If you could shareany piece of career advice with a marketing doctoral student today, what would that be?" Almost all of the respondents (78/83) had something to offer and their answers, organized by response category, are presented in Table 1 . The greatest number of introductory-stage faculty recommend doctoral students work hard to publish an academic manuscript "ASAP," plan ahead/practice good time management, and learn how to teach.
As a more in-depth review of Table 1 indicates, new faculty members have many suggestions for doctoral students. While some may have been mentioned only once or twice, each suggestion is nonetheless potentially valuable. Among the interesting career tips, for example, is the suggestion that doctoral students make sure they enjoy the academic life. As one respondent said, "You had better know exactly why you are pursuing the degree, and the motivation needs to be deeply personal (internal)... doit with passion because you can make a difference in someone's life!" If a common theme binds the suggestions in Table 1 together it is that doctoral students must manage their doctoral program experiences just as they would a career. Perhaps no pieces of advice better illustrate this than the suggestions that doctoral students actively seek assistantships that relate to their research interests and forget about prestige in the job search, focusing instead on finding a job where the fit is right.
Career Initiation: Managing the Transition
Successfully navigating the introduction stage of the faculty career life cycle takes skill, discipline, and a little bit of luck. To better understand how the early years of a new assistant professor's career might be made smoother, as well as more fulfilling, we asked respondents about the actions faculty (at their present school, the institution where they received their doctorate, or perhaps another college or university) have taken Be sure you enjoy the academic life 6
Seek assistantships that relate to you/-interests 6
Forget prestige in the job search-tind the right tit tor you 5
Go to the best doctoral program you can 5
Networking (e.g , conterences, internet) 4
Balance research and teaching competencies 3
Specialize in 2-3 research areas 3
Take courses outside marketing to build needed skills 3
Dissertation committee management is your #1 job 3
Market is too tight-get out 3
Develop your own research projects 2 to help them more effectively manage the transition from doctoral student to faculty member. The response distribution for this question is presented in Figure 7 . A fairly large percentage of respondents (59 percent) discussed the assistance, advice, and support they received from others. A close examination of the answers indicates that who the person is that offers assistance is not as important as the fact that they extended the hand of friendship during this important transitional period. As one respondent said, "Several faculty members at my present schcx>l have freely offered advice and information about general procedures. This has been important because as a new faculty member, 1 often don't know what I should be asking and don't know what 1 don't know." Some respondents discussed the symbolic importance associated with small expressions of support, as the following comment indicates, "At my present school, the little things they've done to make me feel welcome have been the most valuable. For example, my name plate was already on the door when I arrived."
Approximately one-in-four respondents also mentioned that as assistant professors they had benefited from workload management assistance. This assistance came primarily from department heads and resulted in limits being placed on the number of teaching preparations, committee assignments, and advising responsibilities during the first year or two. A smaller number of respondents also acknowledged the resource support (e.g., research funding) they had received and the formal, new faculty orientation programs they had attended. Finally, and disappointingly, onc-in-five new professors explicitly indicated that they had not received help during the transition from doctoral student to faculty member. A degree of frustration is visible in some of these comments, as the following illustrates, "No actions taken-^not even in helping me find a job. We're expected io do everi/thing on our own!!!" Additional introductory-stage insights were gained by asking respondents if there was anything else they would like to tell us concerning how new faculty members can be better prepared for the challenges associated with beginning their careers. The distribution of answers provided in response to this final question is presented in Table 2 . Among other things, respondents admonish new professors to recognize that the transition from doctoral student to faculty member is difficult and demanding. This advice is noteworthy because new professors who find the introduction stage of the faculty career lifecycle tougher than they expected need to draw strength from the knowledge that they are not alone. Commenting on this issue, one new faculty member said, "It is difficult to overstate the nature of the change involved-anticipate it to be significantly greater than it appears!" Discussion Viewed in total, the findings of this study, and especially the suggestions for improving the preparation doctoral students receive in regard to teaching and research that are summarized in Figures 5 and 6 , should serve as a challenge to all marketing professors. Each of the recommendations contained in these figures is reasonable and can certainly be addressed if faculty, especially departmental leaders, show the necessary initiative. In terms of improving research preparation, for example, many ideas for fostering doctoral student publications (suggestion number one) can be generated by simply holding brainstorming sessions on the topic. Once options for fostering doctoral student publications have been developed, they can be rank ordered and implementation plans developed for those considered most promising. Mentoring programs can take one giant step toward being formalized by assigning new doctoral students to faculty mentors prior to their arrival on campus. Publication process and research program insights, which arc sure to be relevant and helpful to both doctoral students and faculty, can be effectively communicated in an efficient manner by asking experienced researchers to share the lessons they've learned in periodic seminars. Required doctoral courses can be regularly evaluated by a department's entire faculty and benchmarked against seminars offered at other institutions. Finally, providing resources for doctoral students to attend professional conferences will help encourage their participation in this valuable professional development activity.
Just as in the research area, the teaching preparation suggestions summarized in Figure 6 are reasonable, pragmatic, and should be acted on. Results indicate the greatest priority needs to be placed on developing teacher training programs. A plethora of options exist here, from recommending doctoral students take graduate-level education courses to developing required departmental and/or college-level classes/programs. Many business schools are moving in the direction of the latter and valuable information concerning these custom-designed courses/programs can be found in Butler, Laumer, and Moore (1994) . In addition, Griffith (1997) develops a two-stage framework for integrating marketing educator training into doctoral programs. The first component includes coursework focused on teaching philosophy and training on instructional tech- niques coupled with an active teaching assislantship where the student attends their assigned professor's classes and meets regularly with the professor to discuss teaching ideas. The second component, corresponding to the second year of a student's doctoral training, allows the student to assume full time responsibilities for teaching. A formalized plan is instituted to match the student with a mentor and to monitor teaching progress. Griffith also indicates that doctoral students should be required to submit an annual teaching portfolio.
Asa supplement to these quasi-formal initiatives, we recommend that departments consider holding informal, "brown-bag" teaching forums on a monthly (or at a minimum twice a semester) basis. It is best to focus each forum on a specific subject (e.g., creating a discussion culture in your classes, constructing high quality multiple choice tests, maximizing the effectiveness of office hours) and to divide the responsibility for leading these relatively easy to organize sessions among different faculty. We have participated in teaching forums and both doctoral students and faculty are enthu-siastically positive about the benefits, one of which is the fostering of a departmental culture that clearly values teaching.
The remaining five suggestions highlighted in Figure  6 vary in terms of the ease with which they might be addressed. Assigning faculty teaching mentors, providing constructive feedback, and creating opportunities to observe effective instructors are suggestions that should be relatively easy to implement. Doctoral program administrators, however, will no doubt find providing the right teaching opportunities and establishing a culture that values teaching more challenging tasks. In terms of the first of these remaining recommendations, and building on the work of Griffith (1997) , we strongly encourage that doctoral students be aligned with a teaching mentor prior to their first teaching assignment. Developing mentor respKinsibility guidelines at the department level will help ensure consistency across students in a doctoral program, yet provide needed flexibility. In our view, and at a minimum, mentors should meet with and counsel the doctoral students they are assisting on a monthly basis. They might also periodically visit the classes being taught by Ihe doctoral student so as to provide constructive feedback. The profound and positive impact a caring mentor can have on a doctoral student as s/he discovers the rewards of leaching can not be emphasized enough.
Limitations and Directions for Future Research
The primary purpose of this study was to learn from what new assistant marketing professors have to say about the introduction stage of the faculty career life cycle. The 83 marketing educators who participated evaluated the preparation they had received as graduate students for the teaching and research challenges new faculty members face, provided suggestions for improving this preparation, and discussed the positive actions others have taken in helping make the transition from doctoral student to faculty member smoother. Although this is the largest study yet of new assistant marketing professors, some degree of bias exists because respondents' marketing departments were significantly larger than nonrespondents' departments. Future research on the topic would be improved by increasing the number of assistant professors who participate, especially among new faculty members at schools with smaller-sized marketing departments. This is potentially important for two reasons. First, new faculty who chose to begin their careers at smaller institutions, where teaching orientations are often stronger. may evaluate the teaching preparation they received as doctoral students more positively than did respondents in this study. Thus, an interesting question for future research concerns the degree to which preparation ratings are related, if at all, to the teaching-research orientation of the institution at which assistant professors begin their careers. Second, assistant professors at institutions with small departments may have unique insights conceming how both doctoral preparation and the doctoral student to faculty member transition can be improved. Smaller departments, in part because of their size, may assist new faculty in ways that olhers can leam from.
Following the identification of qualified respondents and distribution of surveys by department heads, participants were asked to answer a series of closed and open-ended questions. Completed surveys were then returned through the mail. While such a sampling plan has benefits, including the ability to survey a large number of marketing educators, it is not without limitations. Some qualified introductory-stage professors may never have received a survey and those who did participate were unable to ask clarification questions. Depth and insight could be added to the results of this study by conducting probing personal interviews with new assistant marketing professors. In this regard, asking participants to describe in detail how they would implement the suggestions they are proposing would prove extremely valuable.
Several other directions for future research are suggested by the results of this study. Specifically, future research on the introduction stage of the faculty career life cycle might examine the following questions; (1) Do doctoral program teaching and research preparation ratings change over time, especially as more institutions develop teacher training programs?; (2) What suggestions do senior professors have for new faculty members as they begin their careers?; (3) How widespread and how effective are new faculty orientation programs?; and (4) What lessons can be learned from new assistant marketing professors who distinguish themselves early in their careers as both teachers and researchers?
Conclusions
The open-ended comments from this study indicate the transition from doctoral student to faculty member is demanding-but-manageable for some, difficult for many, and so overwhelming for a few that consideration is given to dropping out of academe completely. Many meaningful implications can be drawn, the most important of which is that doctoral programs must do a better job preparing graduate students for the very real, and sometimes difficult, challenges thai await new professors. Established faculty members, as well as their institutions, must also step forward and provide the encouragement, advice, and assistance new professors need during the often-times defining first three years of a professorial career.
The good news is that the introductory-stage faculty who participated in this study have provided the marketing discipline with an agenda for action. Moreover, many of the suggestions for improvement can be implemented with little or no additional resources (either personal or financial). The mentoring faculty provide to doctoral students, for example, can often be strengthened by simply formalizing individual responsibilities in this regard.
Future generations of marketing professors deserve to be trained in doctoral programs that re-invent themselves in response to marketplace needs, discipline-wide norms, and departmental values. As institutions of higher education are increasingly held accountable to their multiple missions, a greater emphasis must be placed on preparing doctoral students to be effective researchers, competent teachers, and conscientious servers. As one new faculty member said in response to the last question, "Be prepared to excel in teaching, research, and service. You need a good balance of the three."
More than anything else, doctoral students and new faculty members must actively manage their careers and in doing so accept the consequences of their decisions. While many improvements might be made to the structure of doctoral programs, as well as to the ways new faculty are assimilated into departments, it is important that each professor (new or established) see to it that they develop skills and competencies in the areas fftq/value. In this regard, an illuminating perspective is provided by the new faculty member who shared the following, "Relax, enjoy the process of learning and discovery, get involved in conferences and academic organizations, and enjoy the challenges and rewardsof teaching. Don't get so caught up in the publish or perish mentality that it takes the joy out of being a professor." As individual faculty struggle to balance their teaching, research, and service interests in ways that prove fulfilling, they must remember that one of the best means for mastering a difficult subject, especially something as elusive as professional balance, is to assist and mentor others who are similarly challenged. Everyone within the discipline benefits when professors progress through the stages of the faculty career life cycle learning from one another.
